The relation between teachers' expectations and students' academic achievement has received considerable interest in the education and psychology domains. In this study, we analyze the extent to which the information about students influences the formulation of teachers' estimates about their achievement. The sample consisted of 491 Portuguese teachers, aged between 26 and 82 years old (M age = 43 years). To assess the teachers' estimates, we created excerpts containing information about hypothetical students, in relation to whom an estimate of academic success was required. Each excerpt had two versions (A and B), according to the more or less favorable information regarding students' intellectual, family, self-regulation, and previous performance variables. The results show moderate differences between the estimates of the participants that received version A and those that received version B. The results are discussed considering the importance of a set of student characteristics for the way teachers develop estimates about student performance.
The study of the relation between teacher expectations and student achievement has received considerable interest from researchers and practitioners in the educational psychology domain. Among the most well-known early studies in this topic is Rosenthal and Jacobson (1968) , who have shown that students introduced to teachers as having higher intellectual potential presented significantly higher gains in skills development afterwards, even though they were initially randomly assigned. For the authors, these results sustained the idea that teachers' expectations about children' level of intellectual ability resulted in the fulfillment of those expectations (Bruns, McFall, McFall, Persinger, & Vostal, 2000; Jussim & Harber, 2005) . This conclusion led to extensive enthusiasm, but also to criticism, due to the limitations of the study methodology and interpretation of results. Nevertheless, this early study paved the way for new perspectives of research in psychology and education, not only by establishing connections between teacher expectations and student achievement, but also by suggesting the need to study the factors that may exert an influence on that relation. In the present study, we assess the importance of the information about a set of students' characteristics for the way teachers formulate expectations about students' potential academic achievement. Particularly, we weigh whether different information about a specific student characteristic can lead to the formulation of different expectations of academic achievement by the teachers. By doing this research, we approach an empirically understudied topic in the Portuguese context, and thus provide concurrent data regarding the factors that may be related to the way teachers formulate expectations about students' achievement.
Teacher Expectations and Students' Academic Achievement
In a review of the literature focusing on teacher expectations, Jussim and Harber (2005) show that compelling evidence exists concerning the influence of teacher expectations on student achievement. Whereas induced positive expectations can increase students' academic achievement, teacher underestimation of students' abilities is related to lower student achievement than would be predicted on the basis of their test scores (Sorhagen, 2013) . Moreover, and although there is no general consensus about the exact long-term effect and mechanisms through which self-fulfilling effects of biased teacher expectations influence students' achievement, evidence shows that the effects of misperceptions of abilities or differential expectations according to teacher perceptions of abilities can continue throughout schooling, as revealed by Sorhagen (2013) . Similarly, de Boer, Bosker, and van der Werf (2010) show a significant relationship between teacher expectation bias at the end of primary school and Dutch student performance in the fifthyear of secondary school.
The connection between teacher expectations and student achievement is considered possible through teacher intervention in the lecturing and learning processes (Begeny, Krouse, Brown, & Mann, 2011; Bruns et al., 2000; Soares, Fernandes, Ferraz, & Riani, 2010) . Research has shown that teachers' perceptions, appreciations and expectations concerning students' academic aptitude may have implications for their teaching practices by influencing, on the one hand, the way they select teaching strategies and evaluate students and, on the other, by influencing students' self-evaluations and perceptions about their abilities (Alvidrez & Weinstein, 1999; Ready & Wright, 2011; Südkamp, Kaiser, & Möller, 2012) .For instance, according to their expectations, teachers may present different patterns of interaction with students, including the use of nonverbal cues or positive reinforcement (Babad, 1993; Kuklinski & Weinstein, 2000; Rubie-Davies, Hattie, & Hamilton, 2006) . The concretization of teacher expectations on students' achievement can be of an indirect or direct nature (Kuklinski & Weinstein, 2000) .The latter can arise from differences in the curriculum exposure, that is, students may perform differently because they are given distinct opportunities for knowledge acquisition and achievement of skills. Indirect effects include students' internalization of expectations from the teachers' messages.
The Role of Student Characteristics in the

Formulation of Teacher Expectations
Notwithstanding the connection between teacher expectations and student performance, which potentially occurs through the intervention of teachers in lecturing and learning processes (Bruns et al., 2000; Soares et al., 2010) , student characteristics, which those expectations are based on, can vary considerably. In their study, Jussim and Harber (2005) propose that one of the topics that need to be addressed involves the relationship between teacher expectations and the characteristics of the students. In a recent review, Nurmi (2012) sustains this perspective, by mentioning that the literature emphasizes that students' characteristics play a more relevant role in classrooms.
Among the student characteristics that may influence teacher expectations, students' previous achievement, their sociodemographic background (e.g., age, ethnicity, gender, socioeconomic status) and motivation have been emphasized (Alvidrez & Weinstein, 1999 , de Boer et al., 2010 Bruns et al., 2000; Dusek & Joseph, 1983; Nurmi, 2012; RubieDavies et al., 2006) .Accordingly, one of the factors that exert considerable influence on teachers' expectations and that may influence their practice involves students' previous performance (Bruns et al., 2000) .It is expected that a student presenting a good record of achievement and interested behavior at school will behave consistently in the present, as well as the opposite (i.e. low previous performance generates lower expectations). Concerning the sociodemographic factors, ethnicity and socioeconomic status (SES) are consideredrelevant factors forthe formulation of teacher expectations, which are frequently lower for students from minority ethnic backgrounds and/or of lower SES (Dusek & Joseph, 1983) . In the sphere of the sociodemographic factors, the influence of gender is less consensual, given that whereas some studies identify scarce or inexistent differences in teacher expectations based on gender, othersidentify some specific effects according to school grade and area of studies (Alvidrez & Weinstein, 1999; Bruns et al., 2000; Dusek & Joseph, 1983) .Regarding students other personal, social, and behavioral factors, the literature indicates a wide set of characteristics that can lead to the formulation of higher expectations, namely intellectual ability, social assertiveness, physical underestimation, and other study-related behaviors and attitudes such as study habits, compliance with rules, self-control, and autonomy (Bennett, Gottesman, Rock, & Cerullo, 1993 , Dusek & Joseph, 1983 .
Concurring with the perspective of interplay between student characteristics and teacher estimates, de Boer et al. (2010) ,in a longitudinal study with Dutch students, found differences in the susceptibility to expectation bias effects between students with different backgrounds and abilities; they also found that the effects of teacher expectation bias on student performance were moderated by prior achievement, students' IQ, parents' aspirations, SES, and grade repetition in primary school.Self-fulfilling prophecies in the classroom may also vary across academic subjects and family income, given that "under-and overestimation of early math and language abilities, but not reading abilities, seemed to have a more meaningful effect on students from lower income families" (Sorhagen, 2013, p.475) .
Despite the identification of various effects of student characteristics on the variability of teacher expectations, findings are often inconsistent and require replication through distinct methodologies and in different contexts. Because most studies are performed with American samples, further research is necessary regarding other samples. In order to address these issues and provide further knowledge in this domain, in the present study,we assess in a Portuguese sample of teachers whether the existence of information about specific student characteristics is associated to teacher formulationof expectations about their potential academic performance. Particularly, we assess whether information regarding students'previous academic performance, individual features (intellectual ability, self-regulation, social skills, disciplined behavior), family support and sociodemographic characteristics (school context, socioeconomic status, gender), can be relevant to the way teachers estimate students'potential success. Taking into account the previously mentioned research findings, we hypothesized that the estimates about students' performance vary according to the information that is presented about them.Specifically, we hypothesized that teachers present higher estimates about students'academic achievement according to the presentation of more favorable information about students' (h1) previous academic achievement, (h2) family support/ parents' aspirations, (h3) social environment, (h4) SES, (h5) intellectual ability, (h6) self-regulation capacity, (h7) social skills, and (h8) disciplined behavior. We also hypothesized that estimates about potential academic achievement are superior for female than for male students (h9), because of the consistently better indicators of academic success in females (Carvalho, 2016) , which may lead to the formulation of different expectations based on gender.
Method Participants
The sample consisted of 491 teachers (76% female, N = 373), working or retired from basic(1 st to 9 th grades) and secondary education (10 th to 12 nd grades). Most of the participants were living in urban areas at data collection (about 74%) and their ages varied between 26 and 82 years old (M age = 43, SD = 10). The majority of the sample had at least ten years of professional experience (75%, N = 365).
Instrument
For the assessment of teacher estimates, a two-part instrument was created specifically for this research, in order to overcome some limitations that were mentioned in previous studies (Auwarter & Aruguete, 2008; Del Río & Balladares, 2010) . In the first part, a sociodemographic questionnaire was presented, involving data about participants' gender, age, years of professional experience, area of residence, and study cycle in which theywere teaching or had taught. In the second part, several excerpts were presented concerning a hypothetical student, in relation to whom participants were asked to estimate his/ her potential academic achievement. Ranging from 1 (Very unlikely) to 5 (Very likely), participants were asked to indicate the likelihood of the student described in the except: (1) successfully concluding secondary school (12 th grade); (2) obtaining an above average GPA at the end of the school year; (3) fulfilling the curricular goals for that year, and; (4) potentially presenting a global good academic achievement (overall achievement).
Each excerptinvolveda target variable that could be included in one of three distinct categories of information about the student: (1) socio-demographic, namely gender, SES, social environment, family support; (2) personal features, such as intellectual ability, selfcontrol capacity, discipline, and social skills; (3) previous academic achievement.In each excerpt, only one of these characteristics was targeted, aswe intended each variable to be assessed separately by participants in each description provided.
For each target variable, six excerpts were created, half of which in a version A, in which the target variable was presented in a more favorable way (e.g., higher SES, or more intelligent, or with previous high achievement), and the other half in a version B, in which the target variable was presented in a neutral or less favorable way (e.g., lower SES, or presenting intellectual difficulties, or with a history of low achievement). Both versions A and B were the same, the only difference being the information provided about the target variable. Participants did not know therefore which variable was being targeted.In the specific case of gender, the distinction between versions A and B was the name of the hypothetical student (feminine or masculine name) (Figure 1 ).
Paul is a 15-year-old high school student. He is currently enrolled in a course of socioeconomic sciences, and his GPA is 12. After concluding high school (12 th grade), he intends to apply for college, in order to take an accounting and administration degree. Paul presents mean intellectual capacities for his age. He doesn't study much, putting just the enough effort on study to get satisfactory results. However, during the classes, he is very attentive and performs correctly the proposed tasks. Paul is very active and participates in different extracurricular activities, which are offered at school.
Sophie is a 15-year-old high school student. She is currently enrolled in a course of socioeconomic sciences, and his GPA is 12. After concluding high school (12 th grade), she intends to apply for college, in order to take an accounting and administration degree. Sophie presents mean intellectual capacities for his age. She doesn't study much, putting just the enough effort on study to get satisfactory results. However, during the classes, she is very attentive and performs correctly the proposed tasks. Sophie is very active and participates in different extracurricular activities, which are offered at school.
Patricia is a 15-year-old high school student. She finished the last school year with a below average performance, because in most subjects she got a GPA inferior to 3. Patricia is presently enrolled in a science and technology course. She intends to get good results so she can have a good GPA that allows her to go to university. Patricia is a disciplined and motivated student, although sometimes she reveals some insecurity concerning her capacities. She can rely on a very present and stable family support.
Patricia is a 15-year-old high school student. She finished the last school year with a very good performance, because in most subjects she got a GPA above 4. Patricia is presently enrolled in a science and technology course. She intends to get good results so she can have a good GPA that allows her to go to university. Patricia is a disciplined and motivated student, although sometimes she reveals some insecurity concerning her capacities. She can rely on a very present and stable family support.
Teresa is a 12-year-old 7 th grade student. She never had school year retention due to poor performance, although her results were barely satisfactory since she was at 5 th grade. She is described as having excellent reasoning capabilities. However, her results are inferior to what she could have. Teresa is not persistent in tasks and frequently doesn't finish some of the requested tasks. Her teachers have been discussing various strategies to increase the involvement of Teresa in tasks, which include new pedagogical strategies, tutoring programs, and even different curricular contents.
Teresa is a 12-year-old 7 th grade student. She never had school year retention due to poor performance, although her results were barely satisfactory since she was at 5 th grade. She is described as having poor reasoning capabilities. However, her results are inferior to what she could have. Teresa is not persistent in tasks and frequently doesn't finish some of the requested tasks. Her teachers have been discussing various strategies to increase the involvement of Teresa in tasks, which include new pedagogical strategies, tutoring programs, and even different curricular contents. Figure 1 . Example of three sets of excerpts regarding gender, previous performance, and intellectual ability, which illustrateexcerpts A and B (translated from Portuguese).
Procedure Data collection.
A pre-test with a group of teachers was performed in order to identify potential difficulties in the understanding of the excerpts and of the instructions provided. After pre-test, a set of eight excerpts per person was prepared and given to each participant individually. Participants wrote down the answers and returned them in a closed envelope. The same excerpt was not repeated in each set, nor were the versions A and B presented simultaneously to any participant; therefore, participants who received version A excerpts were different from those that received version B excerpts.
Data analysis. After collection and categorization, data were enteredinto an SPSS data base. Student's t tests were performed in order to test potential mean differences between the participants who received version A excerpts and those that received version B excerpts.
Ethical Considerations
In this study, the ethical aspects of research involving human beings were met. We highlight the participants' informed consent, confidentiality in data treatment and analysis, and also a preliminary analysis of the study, in which its potential risks and benefits were weighted.
Results
The overall pattern of results shows moderate to high differences in teacher estimates according to the nature of the information that was presented. Concerning previous academic achievement, family support, intellectual ability, self-regulation capacity, social skills, and disciplined behavior, teachers to whom more favorable information on that variable was presented (i.e. those that received version A excerpts) report significantly higher expectations of potential academic success than teachers to whom less favorable information was presented (i.e., those that received version B excerpts). That is to say, when presented with favorable information regarding these characteristics -the student previously had good marks in this school pathway, or shows efficient study habits, or expresses signs of high intellectual ability, or behaves well at school -participants make higher estimates of academic success, when compared to the participants who were presented with neutral or less favorable information about the hypothetical student (Table 1) . Regarding the sociodemographic characteristics, participants make higher estimates for girls than for boys in criteria such as "GPA above mean" or "fulfilling curricular goals". No differences were found in the estimates regarding the conclusion of mandatory school. Considering SES and social environment, no significant differences in teachers' estimates between groups receiving A and B excerpts occurred (Table 2) . Note. *p < .05.
Discussion
In this study, we analyzed the factors on which teachers' representations and expectations are founded when they consider students' academic performance. In this sense, we assessed whether the variation in the information that is presented about specific students' characteristics leads teachers to formulate different expectations about their academic achievement. Although one never knows exactly whether teacher expectations are indeed biased (de Boer et al., 2010) , taking into accountthe methodology that was used in this study, the results showed the importance teachers attribute to several factors when formulating expectations about students' academic achievement, in an undeclared way. The results globally confirmed our hypotheses and concur with previous studies (Bruns et al., 2000; de Boer et al., 2010; Dusek& Joseph, 1983) , showing significant differences in teachers' estimates when they are presented with more favorable information about students' previous academic achievement and personal attributes. The observed differences in estimates according to the variation of information, related for instance to previous academic performance, family support, intellectual ability, selfregulation capacity, social skills, disciplined behavior and gender, suggest that these correspond to relevant information that may be taken into account when teachers elaborate analyses and expectations about the students, and also in their representations about the factors underlying school success. Nevertheless, in this study, no significant differences were observed for sociodemographic variables such as SES, contrarily to other research, showing that expectations are lower when concerning students from low-income families with lower SES (Alvidrez & Weinstein, 1999; Auwarter & Aruguete, 2008; Bruns et al., 2000; Del Río & Balladares, 2010; Dusek & Joseph, 1983; Sorhagen, 2013) .
Taken together, the results of the present study underline the importance of greater knowledge by teachers of the information that may, voluntarily or not, influence their projections regarding the potential academic performance of their students and may potentially bias their behavior.
The results that were obtained can originate some lines of discussion regarding the importance teachers attribute to specific student characteristics. Firstly, the results show the value that is given to students' ability to self-regulate their learning, including the development of work and study routines. Attributes such as proactive posture, effort and persistence, homework delivery, and effective study habits are associated with school adaptation, and therefore influence teacher representations about the factors that underlie student achievement (Bennett et al., 1993; Dusek & Joseph, 1983) . Secondly, the information about previous performance played a remarkable role in teachers' estimates about students' future achievement, which goes along with the literature showing the importance of previous performances in the projection of students' future success (Alvidrez & Weinstein, 1999; Bruns et al., 2000; de Boer et al., 2010; Dusek & Joseph, 1983) .
Although the existence of records about previous performances can be informative about student patterns of attitudes and behaviors, leading or not to success, as these records influence teachers' present expectations, one may discuss whether they cannot contribute to higher susceptibility for their confirmation (Daly & Wiemann, 1994) .
Another factor the teachers valued was family support. This result is in line with the evidence about the influenceof that factor on several dimensions, such as student motivation, attitudes towards school and investment in learning, which by their turn lead to academic success (Chawla, 2012) . The significant differences in results regarding students' social skills also underline the perspective that the quality of students' interpersonal relationships is a relevant factor for their academic achievement (Carvalho & Novo, 2013 , 2014 , and is considered pertinent by teachers when they assess the likelihood of their students' success.
Finally, in relation to gender, the results obtained in this study, namely that teachers presented better estimates for girls than for boys, diverge from other research, in which the influence of gender was inexistent or the results were mixed (Bruns et al., 2000; Del Río & Balladares, 2010; Dusek & Joseph, 1983) . Because the participants in this study received a description of a situation in which the only difference was students' gender (female or male name), the results withdraw attention for the potential involuntary activation of gender stereotypes or social representations of gender, which are characterized by girls' behaving better and presenting better results at school (Auwarter & Aruguete, 2008; Carvalho, 2016; Fischer, Schult, & Hell, 2013; Robinson & Lubienski, 2011) . Although these differences in estimates do not necessary lead to a discriminatory approach to male students, this effect should be taken into consideration, because it may create the conditions for potentially differentiating actions by teachers, such as providing different opportunities, distinct feedback styles, patterns of interaction, and reinforcement, depending on the student. These potentially distinct patterns of action may ultimately lead to the confirmation of previous estimates or expectations, especially since there is a susceptibility to guiding behavior according to expectations (Daly & Wiemann, 1994) -not least because those expectations are, across several situations, effectively adequate.
Despite the set of significant results, which encourage reflection about the influence of students' characteristics on teacher estimates about students' academic performance, this study has some limitations, which should be taken into account and simultaneously encourage further research.One of the main aspects is the use of an instrument that only permitted the analysis of fictional situations, as a substitute of analyses based on real students and situations that teachers actually deal with. Although the situations included in the excerpts were based on school reality and on the sort of data that can be found in school records, being therefore familiar to teachers' daily activities, one should not neglect the need to weigh this aspect. Furthermore, although the instrument used in this study allows us to make some inferences about the factors that influence the elaboration of teacher expectations, it does not necessarily predict consequences or implications for students' actual behavior, whether in the short or long term; therefore, it only reflects that the available information about students is a prominent aspect that teachers take into consideration when estimating future performances. The implementation of longitudinal studies and in real school contexts is therefore encouraged, as it would contribute to overcoming these limitations.
